Over the past few decades, there has been a widening gap between accounting education and accounting practice. In this article, we present a novel framework that aims to understand this gap by analyzing the accounting educational system and profession from the perspective of the International Accounting Education Standards (IAES). We further consider Lebanon as a case study for thoroughly investigating the accounting educational system and characterizing the gap.
established board has set eight International Education Standards and three International Education Practice Statements.
In this paper, we investigate the gap between accounting education and accounting practice in Lebanon as a case study for a developing country that is deeply integrated with the global market. First, in terms of international students, Lebanon used to be the most attractive Arab country for higher education before the Lebanese civil war (Nahas, 2010) . Due to the civil war, which lasted from 1975 to 1990, the percentage of foreign students declined immensely (Nahas, 2010) . Second, the country is a source of highly educated labor with 50% of Lebanese university graduates currently searching for jobs outside their country because the labor market cannot absorb them (Kasparian, 2010; Tabar, 2009; Study, 2009) . Arab countries seek the Lebanese labor market for all kinds of employees, with special interest in students holding tertiary degrees. Third, the Lebanese accounting profession is also interwoven with international bodies since the Lebanese Association of Certified Public Accountants (LACPA) is a member of the International Federation of Accountants (IFAC). All of these issues put Lebanon in the heart of the global job market, making it an interesting case study for investigating the gap between the accounting education and profession. Hence, in this paper we ask the following questions: 1) With the increasing effort to bridge the gap between accounting education and accounting practice and in the light of the International Accounting Education Standards set by the IAESB, where does Lebanon stand? Specifically, to what extent are these standards applied in Lebanon and integrated into the accounting curricula of Lebanese universities?
2) Is there a gap between accounting education and accounting practice in Lebanon? If so, where does the gap manifest, and how could it be narrowed to make the Lebanese labor market more appealing to both the global and the local markets?
Answering these questions is challenging for multiple reasons. First, the Lebanese accounting educational and professional systems have not been studied previously, and hence they lack a model that allows us to understand the interactions between their various stakeholders. Second, there is a dearth of past research that has surveyed these stakeholders to understand the status of accounting education and practice in Lebanon.
To overcome these challenges, in this paper, we first introduce a model that captures the interactions between the various stakeholders in the Lebanese accounting markets. We then thoroughly examine the various components of this model to answer our questions. In our study, we consider the International Accounting Education Standards set by the IAESB as a framework.
The IAESB has set eight standards, three of which (IES2, IES3, IES4) describe the competencies that should be acquired during the initial professional development (IPD) of an accountant. Taking these standards as a benchmark, this article studies the fresh graduates' and accounting employees' evaluations of their competencies as described in those standards on one hand; on the other hand, we study the accounting professors', the department heads', and the employers' evaluations of the fresh graduates' competencies. The findings help us characterize the gap between accounting education and practice and suggest solutions to bridge this gap.
The remainder of this paper is organized as follows. The second section reviews the related literature; the third section highlights the hypotheses of our research and introduces the model and the research methodology; the fourth section presents the results and discusses them; and in the fifth and final section, we conclude with our recommendations.
Literature Review
Previous research studies show that accounting education has failed to keep up with accounting practice, leading to a gap between education and practice (Albrecht & Sack, 2001; Mohamed & Lashine, 2003; Dean & Campbell, 2010) . This gap has manifested in a difference between the needs of employers and what accounting graduates are taught in school (Hargadon, 2000) . Furthermore, despite the fact that accounting education has improved in the recent past, the quality of accounting graduates is still wanting (Hancock et al., 2010) .
Past work has listed various reasons for this gap. First, various studies cite the accounting curriculum as the main factor that has created the gap between what accounting graduates do and what they are expected to do once employed (Novin, Pearson, & Senge, 1990; Donovan, 2005) . For instance, accounting educators focus on the theoretical aspect of training through emphasis on aspects of organizations and society (Chua & Baxter, 2000) ; on the other hand, accounting firms value the practical attributes of management accounting education where students are subjected to the technical aspect of training that is relevant in practice (Chua & Baxter, 2000) . Second, accounting education schools produce graduates who are believed to be too focused and narrowly educated and thus unable to meet the demands of various accounting firms (Swanson, 1999; French et al., 2000) .
For example, Klibi and Oussii (2013) conducted a survey and found that employers believe that accounting graduates lack a diverse range of non-technical skills. Third, Bui and Porter (2010) argue that universities' promotion and tenure structure also contributes to the gap. This is because it ranks research productivity above teaching excellence and provides little incentive to lecturers to develop new accounting programs; while universities "hope" that academics do not neglect their teaching responsibilities, they "reward" their performance primarily based on their research and publications. This inevitably leads academics to concentrate on research rather than teaching activities.
Because the accounting curriculum is the main factor contributing to this gap, the debate on the content of this curriculum has raged on for the past twenty-five years, particularly in the US where public accounting has received considerable favor in the country (Kennedy & Bull, 2000) . Critics of the aforementioned curriculum argue that academics have prioritized issues that are not relevant in practice (Siegel et al, 2010; Gamble, Patrick, & Peach, 2010) .
Various nations have adopted different strategies in an attempt to address the curriculum dilemma. For instance, the American Accounting Association (AAA) in the US moved to address the future of accounting education in the country by appointing the Bedford Committee in 1986 (American Accounting Association, 2010). To follow up with the implementation of the Bedford Report, the AAA formed the Accounting Education Change Commission (AECC) in 1993. A myriad of position statements were issued by the committee, including statement number 4, which required the improvement that accountants must gain early employment experience. Later on, in order to research the structure of higher education for professional accounting and make relevant recommendations, the AAA, together with the American Institute of Certified Public Accountants (AICPA), established the Pathways Commission on Accounting Higher Education (Epstein & Lee, 2011) . The commission provides recommendations on both accounting education and practice. An objective follows each recommendation to provide guidance on the accomplishment of the proposal. The final recommendation of the Pathways Commission 2012 Charting a National Strategy for the Next Generation of Accountants is not directed toward a specific area to be enhanced or changed in the academic or practice communities. Rather, it focuses on establishing an ongoing process to implement these or future recommendations and putting in place the structures and relationships needed to overcome the limitations of periodic efforts to sustain the vitality of accounting education and practice.
Beyond the US, there have been international efforts to bridge this gap and set international accounting standards. The International Accounting Education Standards Board (IAESB) was created by the International Federation of Accountants (IFAC). The IAESB offers essential knowledge, skills, ethics, values, and attitudes, which are all important aspects of becoming a credible accounting professional (Young, 2003; Sikka et al., 2007) . Since the profession already has a body in place that ensures all global accounting education institutions adhere to certain acceptable standards and principles, governments-through education departments or sectors-play a critical role in ensuring that this is achieved. Notably, the legitimately established accounting institutions within their borders must meet the required standards already set by the International Accounting Education Standards Board. Apart from standard setting, the IAESB has taken up the initiative of making sure it improves the clarity and precision of its standards (Young, 2003; Watson et al., 2001 ).
The research community has also invested significant effort in studying how to bridge the gap between education and practice by studying different perspectives. Al-Jalily and Taha (2010) suggested that the curriculum of the university should be altered to incorporate the IAES in order to ensure the degree will better serve the profession. Romanus (2014) recommended that there is a need to reorganize, redesign, and restructure the curriculum for the training of accountants to remove the prevailing structures of narrowness and stereotype in the curriculum. Abbasi (2013) proposed and illustrated a systems-based competency model of accounting education that has a global view and comprises the following three stages of curriculum management based on systems' lifecycle: planning and design, implementation, and outcomes assessment. Tudor and Muti (2007) said that the implementation of international education standards is regarded as a challenge at the global level, which requires the adaptation of higher economic education to the exigencies of training for the accounting profession by using new teaching and training modalities. Kavanagh and Drennan (2008) state that, given the expectations of students and the requirements of employers, a much higher level of attention needs to be given to the skills and attributes being prioritized and delivered in accounting programs if accounting graduates are to survive in today's global business environment. By surveying students, professors, and employers, Mandilas et al. (2014) found that all the groups have different perceptions of the curriculum and that the academic accounting curriculum should be improved. In his article, Bryan Howieson (2003) stated that the main growth areas of accounting practice appear to lie in the fields of business advisory services. As such, future accountants will take on the role of "knowledge" workers.
Wahida Zraa et al. (2011) stated that cooperative learning models of teaching are the most suitable teaching models for the development of professional accounting competencies in the new millennium. Currently, the role of accountants has changed from being a technical job to a more client-oriented job, and their findings indicate that the social interdependence theory and the cooperative learning model are the most appropriate to test for teaching accounting in the new millennium. Nadana and Watty (2014) pinpointed an expectation-performance gap in generic skills in accounting education in Sri Lanka; however, the university educators are aware of employer expectations of graduate accountants, and they acknowledged their low confidence in teaching many generic skills.
While there has been ample research on the accounting education gap internationally, no previous studies have investigated this gap in Lebanon despite significant signs that this gap exists. On one hand, previous studies on Lebanese higher education in general have asserted that this industry may be in jeopardy (Hasrouny, 2011) . Furthermore, these previous studies have stated that if Lebanon is to maintain the standing of its higher education system and face the challenges, it should meet the requirements of the knowledge economy at least by implementing the law of higher education quality assurance, and that this law should be a cornerstone of any reforms. On the other hand, the Lebanese accounting job market is in dire need of updating the accounting curricula because fresh accounting graduates are not ready for the accounting profession. In 2015, this is demonstrated by the fact that less than 10% of the applicants to a government entry position in accounting in Lebanon passed the professional entrance exam (Civil Service Board, n.d.); more specifically, only 216 out of 2,500 applicants passed the exam. This indicates that these fresh accounting graduates do not have the skills required for the profession and are not ready to take an accounting role. Hence, in this paper, we set out to characterize the gap between accounting education and practice in Lebanon and generate insights to bridge it.
Method
From the above review, it is clear that a gap exists between accounting education and accounting practice. In this paper, we aim to characterize this gap between the Lebanese accounting education and job markets. Specifically, we investigate the following hypothesis: H1= A gap exists between accounting education and accounting practice in Lebanon.
To verify or negate this hypothesis, we need to investigate it from the perspectives of the various stakeholders. Specifically, we can break the hypothesis into three components: 1) Employers evaluate new graduates as being unprepared to carry an accounting job.
2) Fresh graduates believe that they are ready for the job market.
3) Universities (both professors and department heads) think that they have sufficiently prepared their graduates for the accounting job market.
Research Model
In order to identify and bridge the gap and to test our research hypothesis, we first need to understand the accounting education and job markets in Lebanon. Hence, in this section, we model this system and elaborate on our methodology for studying the various stakeholders in this system.
The model shows the various stakeholders in the accounting education and professional systems in Lebanon, as well as the interaction between these stakeholders. Figure 1 shows our model for the accounting educational and professional system. At the core of this system is the university that teaches students and produces accounting professionals. In particular, the inputs to the university system are students and professors, and the output is graduates/employees. This system should be guided by International Education Standards (IES), which are set by the IFAC. This is because the LACPA is part of the IFAC and does not have its own standards; hence, in principle, the LACPA needs to abide by the IES. Specifically, among the IES, the only standards that are tailored toward higher education are the second, third, and fourth standard (IES2, IES3, and IES4). The output of this system is graduates/employees who go into the accounting profession. The profession in Lebanon is governed by the LACPA. Together, the education system and the profession form the accounting education and profession system. In order to evaluate the effectiveness of the educational system, we need to evaluate the proficiency of the students in the skills dictated by the IES. To do that, we start by evaluating the educational system from the profession's perspective. Specifically, we ask CPA firms (i.e., employers) about how they evaluate new graduates' degree of proficiency. We also ask accounting employees to evaluate their degree of proficiency. Similarly, we ask fresh graduates and professors to evaluate students' degree of proficiency. Then, we compare the answers across groups and analyze them before feeding this analysis back into the university system to improve it. Now that we understand how the accounting education system and profession work, we can start analyzing it to understand the reasons for the gap between accounting education and practice.
The Sample
We conducted a study involving a total of 450 respondents, including fresh graduates, employees, professors, department heads, and employers. In surveying academics, we sampled from the Lebanese public university system, which encompasses around 40% of all university students in Lebanon (Center for Educational Research and Development, n.d.). We also conducted interviews with the ex-president of the LACPA and with professionals in the field. Below, we summarize the various categories of our sample, and elaborate on them in the tables that follow. Graduating students 250 223 90% Table 1 Professors 60 50 84% Table 2 Department heads 29 25 84% Table 3 Professionals 75 67 90% Table 4 Employees 90 85 94% Table 5 We note the response rate to our survey is high since most of the candidates were contacted in person. The students and universities were contacted in the months of June and July of 2014 while the practitioners and employees were contacted in August and September of 2014. 
The Quantitative Questionnaire and Variables
Recall that our study focuses on evaluating the various competencies dictated by the IES from the perspectives of the various stakeholders in the accounting system in Lebanon. Specifically, we consider three standards (which we detail in Appendix A):  IES 2, which consists of the technical competencies and is composed of 11 different competencies that the IAESB thought an accountant should acquire during his education, including accounting, managerial, taxation, governance, etc.  IES 3, which consists of the professional competencies and is composed of four different competencies.  IES 4, which consists of professional values, ethics, and attitudes, and is composed of three competencies.
All three IES should be acquired during the initial professional development of the accountant. These standards also specify that different competencies need to be acquired at various levels of proficiency. For example, the required level of proficiency of Financial Accounting Reporting is intermediate (i.e., good level of proficiency), while the required level of proficiency of Business Law and Regulations is foundational (i.e., fair level of proficiency).
The questionnaire was extracted from the IES (Appendix A). The same questionnaire was used for all groups. The groups consisting of students and employees were asked to evaluate their own competencies and to scale them, while the groups consisting of accounting professors and department heads were asked to evaluate the graduate students; finally, practitioners were asked to evaluate the fresh graduate employees. The scale used for all groups was a 5-point Likert scale. We consider that if the evaluation is very good the score would be 100, 75 if it is good, 50 if it is fair, 25 if it is weak, and 0 if it is very weak.
The questionnaire was analyzed using SPSS version 21; a Microsoft Excel chart was used to visualize the gap between the means on the variable level.
Statistical Analysis Method
In our research, we rely on statistical tools for two main purposes. First, we leverage statistical tools to test the reliability and validity of our questionnaires. Second, we exploit statistical methods to investigate the gap by comparing among the responses of our various groups. We elaborate on each of these tools below:
Reliability and Validity of Questionnaires
In this study, the Cronbach's alpha is used to determine the constructs' reliability and validity. The closer to 1 the Cronbach's alpha is, the more reliable or the more likely that the items are measuring the same construct. We apply the Cronbach's alpha test for each of the 18 areas of competencies covered by IES2, IES3, and IES4.
Comparing the Groups and Investigating the Gap
A statistically significant difference between the ratings of competencies indicates a gap between the various categories. For example, a significant difference between how CPA firms view the competencies of fresh graduates and how senior students rate their own competencies indicates a gap between accounting education and practice. Similarly, a difference between how professors view the competencies of students and how the students rate their own competencies indicates a gap between the professors' and students' perspectives.
Hence, in our study, we analyze the statistical significance of the differences at various granularities. Specifically, we analyze the statistical difference at three levels. By doing so, we would be mimicking the standards'
International Journal of Business and Management Vol. 10, No. 12; hierarchical steps. First of all, we check the gap among the groups at a high level, the IES level, and then on a second level we check the gap on the construct level (each group of competencies that are related to each other). Finally, we study the gap on the level of each competency.
We rely on two powerful statistical tools for performing these comparisons: the T-test and the ANOVA (Note 1). The T-test is a statistical tool that can compare between the means of two different groups, while the ANOVA is a statistical tool that enables comparing among the means of three or more groups. Since our groups consist of independent samples, and since we have five different groups, we will perform two kinds of tests. The first one is the ANOVA test to compare all the groups together. Second, we perform independent sample T-tests between the various groups. The T-test allows us to understand the significance of the difference in the evaluation of the competencies of two different groups. In particular, given any two groups and a given competency (or set of competencies), the p-value of the T-test indicates the statistical significance of the difference between the groups' means. A p-value smaller than alpha = 0.05 indicates that the difference between the groups is statistically significant (Field, 2009 ).
In sum, we will perform the following statistical analysis:
1) First, we consider aggregate results averaged over all competencies and compare the various groups using an ANOVA test.
2) Then, we analyze the results of the different categories of the competencies independently using independent sample T-tests.
3) Finally, at the finest granularity of analysis, we examine each competency independently using an ANOVA test. Additionally, to help visualize the differences across the different groups, we chart the means of their competencies.
Results and Discussion
In this section, we describe three different categories of results from our research. The first category consists of a theoretical investigation of curriculum and its incorporation of the IES. The second category consists of qualitative analysis of the gap through interviews with the LACPA's ex-president and accounting professionals. The third category consists of a quantitative study of the gap through the statistical analysis of the surveys as described above. Below, we describe each of these categories in detail.
Theoretical Analysis of the Curriculum and Mapping it to the IES
We thoroughly studied the curriculum of the accounting department at the Lebanese university and mapped it to the IES standards (Appendix B), and we summarize our findings below:
Theoretically, all these standards are present in the curriculum. Specifically, the various courses in the accounting curriculum incorporate all the competencies specified in IES2, IE3, and IE4. For an exact mapping between these competencies and their corresponding courses in the curriculum, please refer to Appendix B.
1) The courses not only revolve around technical competencies in accounting (IES2) but also include all other technical, professional, and ethical competencies (IES3 and IES4).
2) However, we note that in order to acquire all the competencies, it is not sufficient for a student to complete the Bachelor's degree; he/she also needs to complete the Master's degree. In particular, some of these competencies are first incorporated in graduate-level courses, which are required for the Master's degree.
Qualitative Analysis of the Gap through Interviews
Next, we wanted to qualitatively analyze the gap from the perspective of accounting professionals and employers, and understand their perspective on the quality of fresh accounting graduates. To do that, in this section, we analyze the profession section of our model in Figure 1 , with a specific focus on the LACPA and accounting professionals.
In general, all the professionals acknowledged the presence of the gap and that most students are more exposed to theory than to practice. Many of the professionals agreed that most of the students lack information about taxes and how to file taxes; they also agreed that students lack critical thinking and the ability to read financial reports. In a question regarding whether or not these professionals believed the IES should be respected by the university curriculum, they indicated that in Lebanon most of our companies are family-owned businesses and that graduates do not really have to acquire all these competencies, with the exception of graduates who will work for the Big Four and other large accounting firms. We note, however, that most of these professionals were unaware of the existence of these standards, and hence we asked them to read these standards before answering
International Journal of Business and Management Vol. 10, No. 12; our questions. Additionally, most of these professionals confirmed that there should be cooperation between the universities and the LACPA in preparing the accounting curriculum and the contents of the courses.
Quantitative Analysis of the Gap through Statistical Analysis of Surveys
Finally, we applied the statistical tools described in the research methodology above to quantitatively study the gap between accounting education and the accounting profession in Lebanon. Recall that this analysis consists of two main parts: (1) testing the reliability and validity of the questionnaires and (2) characterizing the gap by comparing the surveys conducted with the various groups. Table 7 below shows the results of the Cronbach's alpha for testing the validity and reliability of each of the questionnaire constructs. Cronbach's alpha reliability coefficient normally ranges between 0 and 1. However, there is actually no lower limit to the coefficient. The closer Cronbach's alpha coefficient is to 1, the greater the internal consistency of the items in the scale (Gliem & Gliem, 2003) . The table shows that for all groups, Cronbach's alpha is greater than 0.8 except for one item that is 0.620 and a few others that are between 0.7 and 0.8. This means that the reliability of the majority of our constructs is either excellent or good (above 0.8), and the reliability of the rest is acceptable (above 0.7) as per Gliem and Gliem (2003) . Tables 7, 8 , and 9 show us that the null hypothesis is rejected because the p-value is < 0.0001, which means that the groups did not have the same evaluation for any of the competencies that should be acquired by the students on an aggregated level. These tables were able to provide an overall picture of the rejection of the null hypothesis. The results of the high-level study show that there is a gap in all IES. However, it is worth mentioning that the employees have evaluated themselves after they started working, while the CPA firms were asked to evaluate the fresh graduates.
While the ANOVA provides us with a sense of discrepancy among all the various groups, it does not provide us with granular information about which groups are the most disparate with respect to each other. Hence, in our context, it enables us to detect the presence of the gap, but does not specify between which groups the gap exists.
To identify the groups between which this gap exists, we perform a follow-up test called the Tukey, honest significant difference (HSD). The Tukey HSD takes all five of our groups as input and categorizes them into homogeneous subsets; that is, it identifies which of the groups provide similar responses and which of them differ from each other. Hence, by performing the Tukey HSD on our survey answers, we determined that there are two main homogenous categories of groups:
The first category consists of the CPA firms alone.
The second category consists of accounting professors, students, department heads, and employees.
Level 2: Analysis at the Construct Level (T-test)
After finding out in level 1 that there is a significant difference among the evaluations of the different groups at www.ccsenet.org/ijbm
International Journal of Business and Management Vol. 10, No. 12; the level of the IES, and since we know that the different IES are composed of many constructs, we now zoom in on these constructs to perform a more detailed study.
In order to perform this task, we needed to perform a series of independent sample T-tests. Note that T-tests are pairwise tests that identify the differences in means between any two given groups. Rather than performing these tests between all possible pairwise combinations in the five groups, we only perform them among groups that belong to separate homogeneous categories, as identified by the Tukey HSD test described above. In particular, we perform independent T-tests where we compare the responses of the CPA firms to the responses of each of the remaining four groups, as indicated by each of the arrows in Figure 2 .
Figure 2. The combination of the groups for the T-tests
Before we proceed to the T-test analysis and results, we should explain that whenever the null hypothesis is confirmed, this means that the studied groups' evaluations of the competencies are the same, while when the null hypothesis is rejected, this means that a gap exists and the evaluations of the studied groups are different.
Comparing between graduating students and professionals (CPA firms). We first start by comparing the evaluations of the graduate students to those of employers. We perform these comparisons at the level of the IES (i.e., IES2, IE3, IES4) as well as at the level of each of the constructs of these IES. Tables 11-14 show our results. We summarize our findings from these comparisons below:
- Table 11 shows that on the high level, i.e., on the level of the standards, the null hypothesis that the students and the firms have the same evaluation is rejected for IES 2 and IES 3, while at the 5% confidence level for IES 4, it is not rejected.
- Tables 12 and 13 indicate that the null hypothesis is rejected for all constructs of IES2 and IES3 between the students and the firms.
- Table 14 shows that the null hypothesis is rejected for the first construct between the students and the firms, while the null hypothesis is not rejected for both the second and third construct. Comparing between accounting professors and professionals (CPA firms). Next, we compare the evaluations of the accounting professors to those of professionals in a similar fashion. Tables 15-18 show the results, which we summarize below:
- Table 15 demonstrates that on the high level, i.e., on the level of the standards, the null hypothesis that the professors and the firms have the same answers (i.e., evaluating the fresh graduates similarly) is rejected for IES2, while it is not rejected for IES3 and IE4 at the 5% confidence level.
-
As aforementioned, the IES 2 has 11 constructs, each of which is composed of different competencies. The accounting professors only evaluated the students on six constructs that are related to accounting; this is why we only find six constructs in the comparison between professors and CPA firms. Table 16 illustrates that the null hypothesis is rejected for all constructs between the professors and the firms.
- Table 17 expresses that the null hypothesis at the 5% confidence level is only rejected in the first construct and is not rejected for the other three constructs between the professors and the firms.
- Table 18 shows that the null hypothesis is not rejected. Comparing between department heads and professionals. We use T-tests to compare the evaluations of department heads to those of professionals in tables 19-22 and summarize our findings below: - Table 19 shows that on the high level, i.e., on the level of the standards, the null hypothesis that the department heads and the firms have the same answers is rejected for IES2, while it is confirmed for IES3 and IES4 at the 5% confidence level.
- Table 20 shows that the null hypothesis is rejected for all constructs of IES2 between the department heads and the firms.
- Table 21 demonstrates that the null hypothesis at the 5% confidence level is only rejected in the first construct, while it is not rejected for the other three constructs between the department heads and the firms.
- Table 22 shows that the null hypothesis is not rejected. Comparing between professionals and employees. Before starting with the analysis of these results, it is very important to mention that the CPA firms were asked to evaluate fresh graduate students while employees were asked to evaluate themselves after they had started working. Tables 23-26 show the results of the T-test comparisons between these two groups. The importance of these tables resides in the evaluation of the employees. The employees are evaluating their competencies after they started working. Since most of the means are around 70, these results show that employees consider that they possess most of the required competencies except for the competencies that are related to the non-accounting technical competencies. 
Level 3: Analysis at the Level of Specific Competencies
After performing the t-test and finding out that the null hypothesis does not hold most of the time, a more in-depth study on the competency level was conducted. Table 27 and Chart 1 show the results of the ANOVA test for the competencies of IES 2. The table exhibits the means of the evaluation of each group per competency, and the last column shows the p-value. When the p-value is less than 0.05, it means that the different groups have different evaluations for the competencies but it does not say where the difference lies. In other words, it does not explain if the difference is between professors and fresh graduates, or between professors and professionals. However, by looking at the chart, we see that the means of the professors, department heads, and students are overlapping, while the means of the professionals are farther away with few exceptions. Hence, we can claim that the difference in evaluation is between the stakeholders that represent the universities on the one hand and those that represent the professionals on the other hand. All stakeholders agree on some of the competencies of the fourth construct (p-value > 0.05). We note, however, that a p-value greater than 0.05 only means that the different groups agree in their evaluations of the corresponding competency, but it does not mean that the competency at hand has been acquired.
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International Journal of Business and Management Vol. 10, No. 12; Vol. 10, No. 12; Figure 1. Means of IES 2 competencies for the students, professors, department heads, and professionals Next, we evaluate the competencies of IES 3 in Table 28 and Chart 2. Here, the chart shows that the means of the professors, department heads, and professionals are overlapping while the means of the students are farther away. Those results show that the difference in evaluation in IES 3 is between the professors, department heads, and professionals on one side and the students on the other side. In addition, it demonstrates that the students might be overestimating their professional competencies. Vol. 10, No. 12; Figure 2. Means of IES 3 competencies for the students, professors, department heads, and professionals Finally, Table 29 and Chart 3 represent the competencies of IES 4. For the majority of the means, the p-value is > 0.05. This signifies that the different groups have the same evaluation for most of these competencies. As for the remaining competencies-i.e., those with a p value less than 0.05-a closer look at the table shows that this time it is due to a discrepancy between the evaluation of students and professionals on one side and professors and department heads on the other side. Vol. 10, No. 12; Figure 3. Means of IES 4 competencies for the students, professors, department heads, and professionals
Conclusion and Recommendations
In this article, we studied the gap between accounting education and practice in Lebanon within the framework of the International Education Standards set by the IFAC (particularly IES2, IES3, and IES4). We also set out to characterize this gap and provide suggestions for bridging it.
To achieve this goal, we developed a model that includes all the stakeholders, which together form the accounting education and practice in Lebanon. We also extracted a questionnaire from IES 2, IES3, and IES4 and distributed it among all the identified stakeholders in hope that the various competencies stipulated by these standards would be evaluated. We asked fresh graduates and employees to evaluate their own competencies, while asking professionals and educators to evaluate the competencies of the fresh graduates. In addition to the questionnaire, we conducted unstructured interviews with few professionals including the incumbent president of the LACPA and owners of CPA firms. We then evaluated the responses to the surveys using rigorous statistical tools.
Below, we summarize the key findings of this paper:
1) Standards are incorporated into the curriculum: Studying the curriculum theoretically shows that all the standards are incorporated in the different courses and that the competencies are covered by the courses but the empirical study (interviews and survey) is incompatible with the theory, as we explain below.
2) There is a gap in both technical and professional competencies: When Accounting professionals are asked to evaluate the technical competencies (accounting and generic) of fresh accounting graduates, they rank all of these competencies below average; this means that the proficiency of the graduates in these competencies is not at the level that is required by IAES that requires advanced to intermediate proficiency for most of the technical competencies. Furthermore, our surveys show that the employer's evaluation of the professional competencies of recent graduates is acceptable, while the students over-estimate their own professional competencies.
3) There is no gap in professional, values, ethics, and attitudes, competencies: The empirical study shows that the employers' evaluation of the professional, values, ethics, and attitudes, competencies are acceptable. This means that fresh accounting graduates are proficient enough in these competencies for the job market.
4) The university system is unaware of the extent of the gap in technical competencies: Academic stakeholders (both educators and students) over-estimate the level of technical competencies of accounting students in comparison to accounting professionals. This indicates that the university system is unaware of the extent of the gap in technical competencies.
5) Educators and professionals agree on the gap in professional competencies: Educators and professionals both agree on the inadequacy of professional competencies of accounting students. However, students are unaware of this gap.
From all the above findings, we provide the following recommendations for narrowing the gap between accounting education and practice in Lebanon:
1) Universities should have a virtual company, and the student should be taught how to deal with all the accounting transactions of the company, and then apply their knowledge to this virtual company. Vol. 10, No. 12; 2) Students should be required to undergo training in accounting firms or accounting department of any firms, starting from the summer of their first year in the Bachelor's degree. This way, by the time of their graduation (i.e., after three years), they would have grasped the technical and practical aspects of accounting from their training, as well as the theory and critical thinking aspects at the university.
3) Universities should cooperate with the LACPA and some of the big CPA firms in the preparation of the curriculum and course contents. As for the courses related to taxes, universities should collaborate with specialized professionals in the subject of taxes.
We believe that implementing these recommendations would result in a positive impact at various levels. First, students will have more confidence when searching for a job. Second, companies will save time and money on training, especially that most of the Lebanese companies are family owned companies. Third, universities will have a curriculum that is better aligned with the requirements of the accounting job market.
In the future, it would be very interesting to explore how implementing our above recommendations would affect the various stakeholders in the accounting education and profession and how it would narrow the gap between them. We also envision that surveying employers' evaluation of employees at various stages of their careers may provide additional valuable information that can guide us in narrowing this gap. Zumbo and D. W. Zimmerman (1993) argued that the power functions for the T-tests on the ordinal representations are very similar to the power functions for the nonparametric Wilcoxon-Mann-Whitney test. This indicates that there is no benefit to be gained from excluding the use of parametric statistics on ordinal data. These findings are also true for various sample sizes and significance level. In another study, the authors emphasized that the of use of a 5-to 7-point Likert response format is as correct and reasonable as using parametric analysis, such as F-ratio or Pearson correlation coefficients, when analyzing the results (James Carifio & Rocco J. Perla, 2007) . These arguments validate our use of the ANOVA and T-test as statistical tools.
Appendix A
Detailed constructs (i.e., areas of competencies) and the variables (i.e., the items related to these competencies) that compose them 
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